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The purpose of this investigation was to determine the predictable relationship between
selected demographic factors, academic factors and the state and trait anxiety scores among
student-athletes. Specifically, this empirical investigation was concerned with the predictability
of the state and trait anxiety scores among student-athletes employing the following predictor
variables: gender; age; ethnicity; grade point average, STAAR English I test scores, and STAAR
Algebra I test scores.
A correlation (regression) research design was utilized in the current investigation. One
hundred seventy-eight (178) student-athletes attending a sport science Charter School were
selected to participate in this investigation. Two instruments entitled the Demographic Profile
Sheet and the State-Trait Anxiety Inventory were used by the research to collect the data.
A statistically significant linear relationship was not found between the demographic factors
gender, age, ethnicity, and the state anxiety scores among student- athletes. The variables gender,
age and ethnicity were not independent predictors of the
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state anxiety scores among student-athletes. A linear predictable relationship was found between
the demographic factors gender, age, ethnicity and the trait anxiety scores among studentathletes. Age of the student-athletes was independently related to the trait anxiety scores among
student-athletes. Academic related factors of grade point average, STAAR English I test scores,
and STAAR Algebra I test scores were not significantly related to the state anxiety scores among
student athletes. The academic factors of grade point average, STAAR English I test scores and
STAAR Algebra I test scores were not independent predictors of state anxiety scores among
student-athletes. No statistically significant linear relationships were found between the
academic factors of grade point average, STAAR English I test scores, STAAR Algebra I test
scores, and the trait anxiety scores among student-athletes. The academic factors of grade point
average, STAAR English I test scores and STAAR Algebra I test scores did not contribute
independently to the trait anxiety scores among student-athletes.
Keywords: student-athletes, anxiety, grade point average and sports participation, anxiety
and sports performance, academics, sports
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CHAPTER 1
INTRODUCTION

To date, one of the most critical problems facing public school education in America
is the degree of psychological concerns, or anxiety issues, among students— particularly
those who are enrolled in secondary institutions, and a large number of these students are
student-athletes. Recent data from the 2012-2013 academic school year reported that 7.7
million secondary students participated in organized interscholastic sports, and many of these
student-athletes struggled with some form of anxiety disorders as stated by Comstock,
Collins, and Currie (2013). As a result of the increase in competitive demands placed on these
student-athletes, anxiety has become a more significant concern.
Anxiety seems to be a common diagnosis among young student-athletes, and more
student-athletes are diagnosed with anxiety. The most commonly diagnosed anxiety disorder
is Generalized Anxiety Disorder (GAD). GAD is diagnosed at a higher rate than previously
seen, and it is affecting both collegiate athletes and non-athletes. Angst, Gamma, and
Baldwin (2009) examined GAD and how it applies to young people and in his examination,
he provided basic facts about this disorder including the prevalence, onset, course, and
outcome of this particular disorder. It is important to note that the age of onset for anxiety
symptoms was found to be 15.6 years. This finding is significant as it suggests that
adolescents could start having symptoms for an anxiety disorder, and if left untreated, it
would lead to increased difficulty in the future. Angst et al. (2009) also proves that women
are more likely than males to develop GAD symptoms, and the disorder usually develops
before the age of 21 years. In the discussion of her findings, Angst et al. (2009) posited that
finding more long-term treatments, rather than the current practice of treating the symptom
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in the short term, is made possible by addressing symptoms of anxiety in the early stages of
life. Ford, Ildefonso, Jones, and Arvinen-Barrow (2017) defined sport-related anxiety as
“being a trait and/or state-like response to a stressful sport-related situation, which the
individual perceives as potentially stressful, resulting in a range of cognitive appraisals,
behavioral responses, and/or physiological arousals” (p. 206). In general, anxiety is defined
by Cheng, Hardy, and Markland (2009) as “an unpleasant psychological state in reaction to
perceived stress concerning the performance of a task under pressure” (p. 271).
Anxiety has been defined as “a state of waiting which distresses and bothers the person about the
future, an excitement state mixed with feeling of insecurity” by (Öncül, 2000; Çoşkun & ve
Günbey, 2009). Alisinanoğlu and Ulutaş (2003) also defined anxiety as a feeling experienced
before any hazardous opportunity originating from external world or any case perceived and
interpreted by the person as hazardous. Nar (2005) asserted that the individual feels
himself/herself in an alarmed state and as if something would happen and is filled with
apprehension. Anxiety is divided into two parts: state anxiety and trait anxiety. The state of
anxiety is a subconscious memory (Morgan, 2000).
State of anxiety is defined as a form of anxiety that originates from highly stressful
environmental conditions and is based on logical reasons. This could be understood by others as
being generally based on the temporary state any individual
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experiences (Öner & Le Compte, 1998; Selya, 1998; Kuru, 2000). State of anxiety is the most
important criterion in understanding student-athletes. For athletes who are engaged in ongoing
competitions, it is important to note their anxiety levels before and after their competitions, as
this is an important anxiety type. The trait anxiety is defined as “the state in which state
generating stress is perceived as hazardous or threatening and frequency and intensity of the
state emotional reactions against these threats increase and gain continuity” (Canbaz, 2001),
Based on the common symptoms found in the trait anxiety and chronic anxiety, it is also
possible to describe trait anxiety as chronic anxiety. This anxiety type—which is not based on
hazards directly coming from the environment, yet it internally originates as dissatisfying and
unhappy resulting from harmless cases perceived by the individual as hazardous and essencethreatening. It has been proven, that the levels of those with such an anxiety type, are high,
they are injured, and descend into depression too easily (Canbaz, 2001).
The variance of personality structure and the inclination one has to be diagnosed with
such an anxiety type, is dependent upon the intensity and duration of the anxiety and how that
type affects the trait anxiety level (İkizler, 1993). The trait anxiety cannot be directly observed
in behaviors of the individual; however, it may be utilized from intensity and frequency of the
state anxiety reactions, which are detected at different times and conditions (Öner & Le
Compte, 1998). It is important to note that as a result of the requests and expectations placed
upon student-athletes, there is a great level of anxiety that exists.
Başer (1998) found that the anxiety level may affect the competition and result in a
negative performance. As the anxiety level increases, the student-athlete goes away
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from displaying his/her abilities to make the right decision. Student-athletes, who are under
excessive pressure, may move incorrectly. In 2002, Gümüş posited that the result of excessive
anxiety causes student-athletes to be confused in their emotions, make negative movements,
and forget some of their memorized movements from their repeated trainings. There is great
importance placed upon student-athletes regarding the social and economic aspects of each
competition. The ability to deal with the anxiety, is a highly important criterion in succeeding,
regardless of how excellent the student-athletes’ physical characteristics may be. The
psychological preparation based on the nature of sports’ branches, should be different in
compliance.
MeriKangus, He, and Burkstein (2010) conducted a study, in which it was found that
one in three percent of adolescents had symptoms of anxiety disorders, 19.1 % had behavioral
disorders, and 14.3% experienced some form of mood disorders. Additionally, when the age
variable was considered, adolescents between the ages of 11 and 14 showed symptoms of
major depression, whereas 1.9 million adolescents experienced a major depressive episode.
Additionally, within the same age category, 28.2% of the adolescents in the study were found
to have psychiatric disorders (MeriKangers et al., 2010).Depressive disorders and bipolar
disorders are highly associated with anxiety and conduct disorders (Lewinsohn et al., 2000).
Moreover, the National Institute of Mental Health (NIMH, 2018) conducted an
experiment on adolescents between the ages of 13 to 18 years, and it was found that 14.3% of
those tested, experienced some forms of mood disorders, and 3.1% of that same age group had
some forms of anxiety disorders. Both anxiety types were found to
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be more common among female adolescents, and in some instances, female adolescents were
found to have symptoms of mood and anxiety disorders twice as more likely than their male
counterparts (Merikangas et al., 2010).
Neal, Diamond, and Goldman (2015) posited that by 2020, 25 % of the adolescent
population will have had a diagnosis of a second anxiety disorder. Perry-Langdon, Clements,
and Fletcher (2008) reported that adolescents with physical illnesses are more likely to
develop some form of anxiety, and those with emotional disorders will develop physical
disorders. Based on the statistical data concerning the degree of mental disorders among the
adolescent population, where a number of these individuals are student-athletes, there exists is
a high probability that this population has experienced one or more psychological concerns
(Neal et al., 2015).
Statement of the Problem
The National Collegiate Athletic Association (NCAA) has acknowledged the concern for
college athletes’ anxieties by creating a manual specifically designed to include information on
common anxiety disorders, management/treatment options, and resources for further access in
order to address anxiety concerns. Emphasizing proper coping skills for student-athletes, who
appear to be struggling mentally with the stressors of being an athlete, should be prioritized.
Some of the documented factors which have led to symptoms associated anxiety among
student-athletes are: 1) injuries; 2) struggling with athletic performances; 3) conflicts with
coaches and teammates; and 4) the loss of passion to compete (Neal et al., 2015; Klossner,
2012; & Neal, 2012). Data pertaining to the psychological concerns of anxiety disorders among
student-athletes is limited; however,
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in recent years the literature concerning the impact of this phenomenon on the adolescent
population, in which student-athletes are a significant part of, has exacerbated.
Purpose of the Study
The purpose of this study was to examine the relationship and predictability of
demographic and academic factors on the anxiety behaviors among student-athletes.
Specifically, this study will be concerned with the predictability of the state and trait anxiety
scores among student-athletes using the following variables: gender; age; ethnicity; grade
point averages (GPA); STAAR English I scores; and STAAR Algebra I scores. Answers to the
following questions were sought:
1.

Are demographic factors (gender, age, and ethnicity) a predictive power
regarding the state anxiety scores among student-athletes?

2.

Are demographic factors (gender, age, and ethnicity) a predictive power
regarding the trait anxiety scores among student- athletes?

3.

Are academic factors (grade point average, STAAR English I test scores and
STAAR Algebra I test scores) a predictive power regarding the state anxiety
scores among student-athletes?

4.

Are academic factors (grade point average, STAAR English I scores, and
STAAR Algebra I scores) a predictive power regarding the trait anxiety
scores among student-athletes?

Significance of the Study
The significance of this study was three-fold. First, it provided data to aid school
administrators, school coaches, social workers, and school counselors on the
prevalence of anxiety disorders among student-athletes. An understanding of the severity
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of anxiety disorders on the secondary educational level, will help to aid in the development
and implementation of monitoring systems which identify student-athletes who have displayed
symptoms of anxiety. Second, this study provided data on the stressors viewed by mental
health professionals— including athletic trainers, who have been found to be significant in
creating anxiety disorders among student-athletes. An awareness of these stressors can aid
school administrators and the community in the development of treatment modalities designed
to deal with the psychological concerns among student-athletes. School and athletic
administrators, in conjunction with the community, can use the findings of this study to
develop strategies to create a plan which addresses the anxiety disorders among studentathletes. Thus, the concerted efforts of the athletic and academic components of the public
school system to aid in the development of a consensus plan, will go a long way in the
diagnosis and treatment of anxiety disorders among student-athletes.
Theoretical Framework
Piaget’s Adaptation and Equilibrium is the guiding theoretical framework for this study.
Piaget's Adaptation and Equilibrium Theory (1972) explains cognitive development
throughout the lifespan. Piaget emphasizes that development occurs when individuals receive
information from their environments. This information may be either incorporated into an
individual’s current schema or used to construct a new schema. The constant revision and reconstruction of new schemas increases the individual’s understanding of the world and
accelerates their cognitive developments. According to Piaget, adolescents are in the final
stage, or formal operational stage, of cognitive development. Adolescents can process
concepts and ideas, and think systematically,
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logically, and abstractly similarly to adults. Furthermore, adolescents can engage in
introspection and imagine how the present influences the future.
Selman (1980) defined Social Role Taking (SRT) as a child/adolescent developmental
theory which explains how a person is situated in the social context of relationships with
others, and how a person simultaneously develops multiple perspectives. According to
Selman (1980) SRT is a continuum of five progressive stages. When children are 10-12 years
old (stage three), they can take their own perspective, that of their partner, and a neutral third
party. It is not until stage four, which occurs in adolescence, that a broader perspective can be
utilized (Selman, 1980). At stage four (adolescence-adulthood) adolescents (a) gain a
generalized societal perspective; (b) become aware of how other's motives, actions, thoughts,
and feelings originate from psychological factors; and (c) understand that personality
develops from a history of events and experiences and includes a system of traits, values, and
attitudes (Selman, 1980).
Some adolescents achieve a higher, more abstract level of SRT, to include the ability to:
(1) coordinate a societal perspective (of all possible third-person perspectives);
(2) understand that individuals have shared views of social role taking and have
demonstrated its importance in attitude research.
Dovidio et al. (2004) and others (Synder & Lopez, 2002; Batson et al., 2002) have
documented the importance of viewing multiple perspectives. The ability to see multiple
perspectives is an influential factor associated with improving attitudes toward stigmatized
groups. Selman (1980) emphasized that adolescents can see multiple perspectives, at the
minimum of stage four. The ability to see multiple perspectives is necessary for adolescents
to be influenced by personal stories.
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Research Hypotheses
The following research hypotheses were formulated in this empirical
investigation:
H1:

There are statistically significant relationships between selected
demographic factors (gender, age, and ethnicity) and the state anxiety
scores among student-athletes.

H2:

There are statistically significant predictable relationships between
demographic factors (gender, age, and ethnicity) and the trait anxiety
scores among student-athletes.

H3:

There are statistically significant relationships between academic factors
(grade point average, STAAR English I test scores, and STAAR Algebra I
test scores) and the state anxiety scores among student-athletes.

H4:

There are statistically significant predictable relationships between
selected academic factors (grade point average, STAAR English I scores,
and STAAR Algebra I scores) and the trait anxiety scores among studentathletes.

Assumptions
The following assumptions were made regarding this empirical investigation:
1.

It is assumed that the student-athletes participating in this study express
their true feelings and thoughts when responding to the survey instrument.

2.

It is assumed that there is a predictive power pertaining to selected
demographic and academic factors associated with student-athletes their
degrees of anxiety (state and trait)
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3.

It is assumed that the student-athletes who are surveyed, will be
representative of the charter school student population.

4.

It is assumed that state and trait anxiety symptoms are essential and vital
psychological issues within the student-athlete population.

Limitations/Delimitations
The study observed the following limitations and delimitations in the present
investigation.
1.

The study was limited to student-athletes.

2.

The student-athletes participating in the present study, attended a Sports
Science Charter School located in the southwest region of the United States.

3.

The study was limited in as much as all the data was collected from the
questionnaires and students’ records.

4.

Finally, the generalization drawn from the results, or this study, was limited
to student-athletes who attend Sport Science Charter School.

Definition of Variables/Terms
The following variables/terms were operationally defined for the purposes of
providing clarity and understanding about the focus of the present investigation:
1. Age – refers to the chronological age of the student-athlete at the time of the
study. This variable will be measured as followed: 12 years of age or less, 13,
14, and 15 years of age.
2. Gender – refers to whether a student-athlete is male or female.
3. Ethnicity – refers to whether a student-athlete is African American, White
American, or Hispanic American.
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4. Demographic factors – refers to the background characteristics of studentathletes.
5. Grade Point Average – refers to a student athlete’s academic ability on a
four-point scale (1.0 to 4.0).
6. STAAR English I Score – refers to a student-athlete’s raw score on the
English I State of Texas Assessment of Academic Readiness.
7. STAAR Algebra I Score – refers to a student-athlete’s raw score on the
Algebra I State of Texas Assessment of Academic Readiness.
8. Academic Factors refers to the cognitive characteristics of student-athletes.
9. Anxiety – refers to the emotional state of a student-athlete which exists at any
given moment in time and at a particular level of intensity. Anxiety will be
measured by the State-Trait Anxiety Inventory for children (STAIC).
10. State Anxiety – refers to a form of anxiety a student-athlete experiences which
incorporates transitory feelings of fear or worry from time to time.
11. Trait Anxiety – refers to the relatively stable tendency of a student-athlete to
respond anxiously to a stressful situation.
Organization of the Study
This empirical research study was organized into five chapters. Chapter 1
includes the Introduction, Statement of the Problem, Significance of the Study,
Theoretical Framework, Hypotheses, Assumptions, and the Limitations/Delimitations and
Definitions of Variables/Terms. Chapter 2 reviews the related literature concerning the
influences demographic and academic factors have on anxiety scores among student- athletes;
moreover, Chapter 3 addresses the methodological framework associated with
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the study, which consists of the type of research design, population, research setting, sampling
procedures, instrumentation, validity and reliability of the instrument, data collection
procedure, identification of variables, null hypotheses, statistical analyses, and the evaluation
of statistical assumptions. Furthermore, Chapter 4 provides a description of data in a format
with statistical interpretation which will also summarize the null hypotheses tested in this
investigation. Finally, Chapter 5 includes an overall summary of the study in conjunction with
the findings and its conclusions. Additionally, this chapter includes a discussion of the results,
as well as implications and recommendations, for further research.
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CHAPTER 2
LITERATURE REVIEW

Introduction
The purpose of this study was to examine the relationship between academic factors and
predictability, and the effects that relationship has on the psychological concerns of secondary
student-athletes. Specifically, this study will be concerned with the predictability of variables
among student-athletes such as: gender; age; ethnicity; grade point average (GPA); STAAR
English I test scores; STAAR Algebra I test scores; and anxiety symptoms. This chapter will
be divided into six major sections: section one will address the literature pertaining to a
historical overview of sport-anxiety; and section two will deal with the literature pertaining to
student-athletes and anxiety disorders. The third section will focus on the literature regarding
student-athletes and academic factors such as: GPA; STAAR English I; and STAAR Algebra
I. Section four will address student athletes’ gender and anxieties. Section five’s literature
review will cover student- athletes’ ages and anxiety disorders, ethnicities, and anxiety
disorders. The final section will provide a summary of the literature pertaining to studentathletes’ ethnicities and anxiety disorders.
Adolescence is a critical, transitional period during which time adolescents begin
exploring their identities and places in society. This transitional period is characterized by
more bio-psychosocial changes than any other stages in life, to exclude infancy (Holmbeck,
2002). Knowledge, skills, and attitudes attained in this developmental stage
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are critical when establishing lifelong self-management and health-related behaviors
(Holmbeck, 2002). Adolescents who are well-adjusted to this new developmental stage, tend
to positively relate to themselves, their families, and their environments (Steinberg & Morris,
2001). Conversely, developing an anxiety disorder during this period can have serious adverse
physical, psychological, social, emotional, social, and spiritual effects which can persist into
adulthood (Peters et al., 2015).
It is generally accepted that sports participation has many benefits such as the promotion
of a healthier lifestyle (Haskell et al., 2007), self-esteem boost (Steptoe & Butler, 1996), and
enhancement of peer acceptance. In addition, psychological development is connected to
sports participation (Fraser-Thomas, Côté, & Deakin, 2005). High school sports participation
is one community-based environment for adolescents to engage in competitive activities;
however, participation in competitive sports may also negatively affect psychological
measures of participants (Olive, Telford, Byrne, Abhayaratna, & Telford, 2016; Wagnsson,
Lindwall, & Gustafsson, 2014).
Historical Overview of Sport Anxiety
The construct of anxiety has been studied in various psychological research areas,
including sports, and has undergone considerable changes (Smith, Smoll, Cumming, &
Grossbard, 2006). To understand the role of anxiety in sports, it is prudent to briefly discuss
the historical underpinnings of recent developments within the construct of anxiety. Although
there were early attempts to develop instruments to assess anxiety (Cattel, 1957), early
inventories were riddled with unclear operational definitions of anxiety. Additionally, they
lacked differentiation between anxious tendencies and anxious reactions to events
(Spielberger, 1966). Anxiety was also used interchangeably with personality constructs
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such as: neuroticism; stress; arousal; and fear, making it difficult to differentiate when the
anxiety response occurred (Spielberger, 1966). Cattell and Scheier (1966) attempted to address
the need for a clear conceptualization of the anxiety construct through factor analysis, which
yielded support for a two-factor model comprised of one stable factor consisting of personality
characteristics (trait), and a factor dependent upon time.
Spielberger (1966) expanded the works of Cattell and Scheier (1966), by further
differentiating dispositional anxiety and anxious states. As a result, Spielberger introduced the
notion that anxiety can be separated into two constructs: state anxiety and trait anxiety. State
anxiety or "A-state", as described by (Spielberger, 1966), refers to a present emotional state
which may consist of fear or apprehension. In contrast, trait anxiety, or "A-trait," describes a
dispositional tendency to appraise situations as threatening or harmful. Spielberger (1966)
defined state anxiety as "subjective consciously perceived feelings of apprehension and
tension, accompanied by or associated with activation or arousal of the autonomic nervous
system" (p. 17).
Spielberger (1966) defined trait anxiety as a motive or acquired behavioral disposition
which predisposes an individual to perceive a wide-range of objectively non- dangerous
circumstances, as threatening and as a result the individual responds with "A- state" reactions
which are disproportionately intense regarding the magnitude of objective danger. Following
the introduction of the state-trait model by (Spielberger, 1966) and researchers (Davidson &
Schwartz, 1976; Deffenbacher, 1980; Sarason, 1980) by examining performance anxiety in
clinical and testing environments, it was argued that trait anxiety should not be viewed as a
universal response to a variety of situations. Rather, it is a learned response in specific settings
in which individuals may be more
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likely to experience anxiety in specific environments than in other functioning areas. For
example, an individual with high trait anxiety, who might be taking an exam in a classroom,
should not experience the same level of anxiety while participating in another domain such as
a sports competition (Burton, 1988). These findings also led to the development of situationspecific trait anxiety measures, which indicated that an individual's behavior could be more
accurately predicted by assessing trait anxiety with situation-specific trait anxiety measures
(Deffenbacher, 1980; Sarason, 1980).
In turn, researchers assessed the nuanced aspects of anxiety in performance settings
(Burton, 1988). Furthermore, Spielberger's (1966) research also led to the notion that anxiety
could not only be differentiated from an anxious disposition and anxious states, but that
anxiety could also take on various forms (Martens, Vealy, & Burton, 1990b).
Spielberger (1966, 1993) explained how anxiety occurs in response to cognitive and
external factors, or stimuli, within the state and trait anxiety models. Spielberger (1966)
described the external stressors, or physiological cues, that elicit state anxiety as negative
cognitions or physiological arousal.
Moreover, trait anxiety was described by Spielberger (1966) as a predisposition to
experiencing state anxiety in these two notions: 1) anxiety could be characterized by negative
cognitions and physiological arousal; and 2) trait anxiety reflects a disposition to become
anxious in competition, which served as the basis for a multi-dimensional conceptualization of
anxiety. Similar findings, which offered support for the notion that anxiety consisted of
cognitive and behavioral components, were evident in clinical and academic testing research
(Borkovec, 1976; Davidson & Schwartz, 1976; Endler, 1978).
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Morris et al. (1981) and Sarason (1984) later identified and operationalized the
aforementioned cognitive and arousal-based trait anxiety components as cognitive anxiety and
somatic anxiety. Cognitive anxiety primarily refers to the psychological elements of anxiety
caused by negative appraisals of events, or negative self-evaluation, which can be
characterized by worry, negative self-talk, doubt, and catastrophic thinking. In contrast,
somatic anxiety refers to anxiety's physiological and emotional components, which are both
related to arousal, and are characterized by increased heart rate, increased sweating, shortness
of breath, nausea, and muscle tension (Burton, 1998).
Student-Athletes and Anxiety Disorders
Hoover et al. (2017) conducted a pilot study where twelve high school varsity male
basketball teams were used to assess the effects of different competitive challenges where the
moods and performance anxieties of those student-athletes were high.
Participants were asked to complete two instruments—one of which assessed their moods,
and the other evaluated student-athletes’ performance anxieties. The Profile of Mood States
(POMS) measured the moods of anger, confusion, fatigue, tension, and vigor using 65
items. To evaluate student-athletes’ performance anxieties, 15 questions were asked from
The Sport Anxiety Scale-2, and all scores were added from the subscales somatic anxiety,
worry, and concentration disruption to obtain a total performance score.
Data from the pilot study suggested that the high school basketball players showed
significant differences in scores for tension, anger, fatigue, and confusion. Particularly,
the male student athletes showed substantial differences in the area of confusion on the
POMS. The data also revealed significant differences in student-
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athletes’ subscales for worry on the SAS-2. These results also suggested a difference in
subscale measures of mood, or anxiety states, in high school student-athletes’ competitive
challenges.
Findings revealed that competitive conditions had a statistically, significant impact on
measures of mood and performance anxiety subscales. The researchers concluded that
student-athletes’ involvement in scholastic sports had been linked to positive and negative
features of psychosocial development, such as mood and performance anxiety. The
researchers recommended that the coaches use the findings from this study to promote the
success of their student-athletes.
Patel, Tarrant, Bonas, Yates, Sandars (2015) asserted that sport-anxiety definitional
research, related to the study of anxiety in sport, has been challenging to synthesize clear
operational definitions for this type of anxiety. The sports anxiety construct is not a single,
identifiable construct, but a term that has been used interchangeably to loosely describe various
kinds of sport- related anxieties (Patel et al., 2015). Patel and colleagues performed an
overview of the terminology used in the sport psychology literature, and it was found that there
are eleven commonly used terms to describe this phenomenon. Competitive colleagues also
found eleven commonly used terms to describe this phenomenon—Competitive state anxiety;
competitive trait anxiety; somatic anxiety; cognitive anxiety; behavioral anxiety; performance
anxiety; facilitative anxiety; debilitative anxiety; pre-competition anxiety; competition anxiety;
and post-competition anxiety (Patel et al., 2015). Some of the aforementioned terms will be
explained, at length, in the subsequent review of the literature; however, the following
definitions are meant to provide a cursory glance of the
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variance of the terms used to describe anxiety in the sport-related, or performance-related
psychological literature (Patel et al., 2015).
Competitive state anxiety refers to anxiety that is induced by a specific competitive
situation, which can be characterized by worry, negative thoughts about the situation, self,
others or fear of failure (Patel et al., 2015). For example, a baseball player may begin to worry
when facing hard-throwing, left-handed pitchers. Competitive trait anxiety refers to a
predisposition one has to reacting to a sport-specific situation with state anxiety. It reflects a
persistent personality characteristic in which one is predisposed to experiencing competitive
state anxiety (Patel et al., 2015). For example, student- athletes may experience the following
symptoms: nausea before an athletic contest; concentration disruption during a competition;
and/or restlessness either before or during competitions. Physiological responses to stressful
situations characterize somatic anxiety, which may include increased heart rate, muscle
tension, increased sweating, or trembling (Patel et al., 2015). For example, a freshman
baseball player may experience trembling legs while entering the batter's box in a critical
situation.
Cognitive anxiety refers to the psychological manifestation of anxiety in a sport-specific
situation and is characterized by disruptions in concentration, negative thoughts and appraisals
about the situation, self or others, and distractibility (Patel et al., 2015). For example,
behavioral anxiety is described as a wide receiver on a football team forgetting the route he
was supposed to "run" during the game's critical point. Behavioral anxiety also refers to the
behavioral expressions of anxiety characterized by psychomotor agitation, e.g., restlessness,
body language, and communication patterns (Patel et al., 2015). Performance anxiety,
commonly thought of as “stage fright”, refers to the type of
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anxiety that negatively affects the activity of the individual who chooses to participate; for
example, a baseball pitcher in the bullpen may pace prior to pitching in the first inning.
Likewise, a golfer might find himself/herself fearing stage fright and/or find himself/herself
fearing an errant shot while standing on the first hole's tee in
front of a large crowd (Patel et al., 2015).
Facilitative anxiety, what runners may experience when their adrenaline increases helping
them to run faster, refers to the type of anxiety resulting from improved performance;
conversely, debilitative anxiety is a result of decreased performance (Patel et al., 2015). As
noted above, a wide receiver may experience disruptions in concentration which cause him to
forget the route he was supposed to "run". Anxiety is that occurs prior to a competitive event,
and reflects the demands of the contest which will take place is defined as Pre-competition
anxiety. Some influences which may affect the nature of pre-competitive anxiety, before
competition are: sport type; the importance of the contest; and individual differences (Patel et
al., 2015). For example, a pitcher may experience an upset stomach or restlessness prior to the
start of a game. Student-athletes might worry about disappointing their coaches after
receiving a penalty during competition and as a result they may experience competition
anxiety, which is the anxiety that occurs during a competitive contest, may be influenced by
situational characteristics, e.g., rulings, the importance of the contest, perceived outcomes, and
individual differences (Patel et al., 2015). In contrast, student-athletes who may worry that
their poor performances during athletic contests will upset their teammates are experiencing
what is referred to as post-competition anxiety, which occurs after the competition has ended
and the appraisal of one's performance may influence the contest
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(e.g., win, lose, or draw), and enjoyment experienced during the competition (Patel et al.,
2015).
Various terms have been used to describe anxiety within the context of sport or
performance (Patel et al., 2015). Dias, Cruz, and Fonseca (2012) asserts that the lack of clear
operationalization and other methodological issues has made it difficult for researchers to
identify what type of anxiety is relative to psychosocial variables such as personality, stress, or
coping (Dias, Cruz, Fonseca, 2012).
Martens, Burton, Vealy, Bump, and Smith (1990) proposed a framework and instrument
for multi-dimensional anxiety to evaluate the role of competitive anxiety in sport—the
Competitive State Anxiety Inventory (CSAI) (Martens et al., 1990). It was hypothesized that
cognitive anxiety dimensions would negatively affect sports performance, but cognitive
anxiety would waiver over time (Martens et al., 1990), which is demonstrated by studentathletes experiencing heightened levels of competitive state anxiety before competitions,
however, that anxiety would either decrease over time, or flare up during stressful situations
while competing. Additionally, it was suggested that while experiencing cognitive anxiety,
student-athletes would become preoccupied with negative appraisals of themselves and
situations, which consequently leads to the distraction of student-athletes during competition,
thus ultimately leading to a negatively impacted performance (Martens et al., 1990).
Regarding the role of somatic anxiety within the proposed multi-dimensional framework
(Martens et al., 1990), it was suggested that somatic anxiety would relate to performance in the
form of an inverted U as indicated by Yerkes and Dodson (1908). Martens, Burton, Vealy,
Bump, and Smith (1990a) posited that somatic anxiety would increase along with
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performance, but only until a certain threshold was reached. At that point, somatic anxiety
would then begin to impact sports performance negatively; however, Woodman and Hardy
(2001) have criticized these assertions regarding the impact somatic anxiety has on
performance, given that Martens et al. (1990) did not differentiate somatic anxiety from
arousal.
It was also proposed that somatic anxiety would only intensify before the competition and
at that point, somatic complaints would diminish considerably and not substantially affect
sport’s performance (Martens et al., 1990). Martens et al. (1990) also asserted that the
personality characteristic of self-confidence would moderate sport anxiety appraisal. It was
suggested that student-athletes who have low self- confidence and experience cognitive
anxiety, would continue to do so after their competitions commenced (Martens et al., 1990).
However, the investigation of individual differences, as they relate to competitive anxiety, by
Martens et al. (1990) was limited to self-confidence. As a result, Martens et al. (1990)
constructed an updated instrument of competitive state anxiety—the CSAI-2, which adopted
the multi- dimensional framework, and has served as the primary measure of competitive state
anxiety in sport psychology research (Craft, Magyar, Becker, & Feltz, 2003). Interestingly,
Martens et al. (1990) did find support for the use of the CSAI-2 in sport psychology research
while developing the scales measuring cognitive anxiety, while developers conceptualized
anxiety as being characterized by "concern," rather than "worry"— which was previously
conceptualized (Burton, 1988; Burton & Naylor, 1997; Lundquist, 2006); however, some
argued the measure was theoretically based on the premise that CSAI-2 was developed using
exploratory factor analyses (Thompson & Daniel, 1996).
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Nevertheless, the CSAI-2 has remained the most commonly used measure of multidimensional competitive anxiety in the literature (Craft et al., 2003), despite findings which
suggest the instrument should be revised to reflect "worry" rather than "concern" (Cox, 2000;
Lane, Sewell, Terry, Bartram, & Nesti, 1999). The interpretability of studies using the CSAI-2
instrument, in relation to the multi-dimensional theory and sport performance, has been called
into question based on methodological and theoretical concerns regarding the high- degree of
inter-correlation between cognitive and somatic subcomponents of the CSAI-2, and the
aforementioned concerns regarding the operationalization of cognitive anxiety as "concern"
(Craft et al., 2003). To address these issues, Cox, Martens, and Russell (2003) sought to
validate the factor structure of the CSAI-2, as it pertains to the multi-dimensional framework.
While their findings confirmed fit between a revised CSAI-2 and the multi- dimensional
framework, no changes regarding anxiety's operationalization as "concern" were made (Cox et
al., 2003). Also, researchers' concerns (Cox, 2000; Craft et al., 2003; Lane et al., 1999),
brought into question the use of Martens' Sport Competition Anxiety Test (SCAT; Martens,
1977) as a measure of competitive trait anxiety.
Martens' (1977) SCAT was not developed using the multi-dimensional framework of
competitive anxiety but was developed as a unidimensional measure of anxiety because the
SCAT measures cognitive and somatic subcomponents of anxiety, but does not differentiate
between the two (Dunn & Dunn, 2001). As seen in the CSAI-2, the SCAT also raises the same
concerns regarding the operationalization of cognitive anxiety as "concern," rather than
"worry" (Dunn & Dunn 2001), which spurred other researchers to construct a measure which
operationalized cognitive anxiety appropriately and implemented the multi-dimensional
framework (Smith et al., 1990).
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Smith et al. (1990) introduced the Sport Anxiety Scale (SAS) as a multi-dimensional measure
of cognitive and somatic trait anxiety for student-athletes. The SAS was developed by Smith et
al. (1990) using exploratory and confirmatory factor analyses to further differentiate cognitive
anxiety into "worry" and concentrates on the disruption subcomponents. Smith et al. (1990)
also provided a theoretical basis for studying cognitive and somatic trait anxiety. The
operationalization of cognitive anxiety as "worry", rather than "concern", as illustrated in the
SCAT, demonstrated a notable improvement and significant contribution to the literature
which examines multi-dimensional competitive anxiety (Giacobbi & Weinberg, 2000). As a
result, the SAS has been used extensively by sport psychology researchers and has proven to
be beneficial in lending credence to the multi-dimensional model of competitive trait anxiety
in sports (Giacobbi & Weinberg, 2000; Smith et al., 2000).
Martens et al. (1990a) asserted that competitive anxiety comprises cognitive and somatic
components, which are moderated by the individual’s difference of self. Some early criticisms
emerged from methodological issues, such as cognitive anxiety being operationalized as
"concern" rather than "worry", and that the construct was not grounded in theory (Dunn &
Dunn, 2001); however, more recent measures, such as the SAS, have provided researchers
with a theoretically and psychometrically sound method of assessing this construct. Such
advances have allowed researchers to more effectively measure multi-dimensional competitive
anxiety in sports.
Since the introduction of the CSAI by Martens et al. (1990), support for the construct of
competitive anxiety has been found in areas assessing the intensity of cognitive and somatic
responses to competition (Hanton & Jones, 1997), performance
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(Smith et al., 2006), temporal characteristics of competitive anxiety (Hanton et al., 2004),
antecedents of competitive anxiety (Jones, 1995), goal achievement (Ntoumanis & Biddle,
1998), and intervention responses (Monsma et al., 2009; Ryska, 1998). Except for
performance outcomes, where the competitive anxiety construct's viability and its theoretical
underpinnings, have been well-validated (Smith et al., 1990). Concerning performance
outcomes, this research body has remained relatively inconsistent, given the methodological
limitations by which past studies were conducted (Craft et al., 2003).
Before critiques from Lane et al. (1999), Cox (2000), and Craft et al. (2003), some
research has provided support for the multi-dimensional framework of competitive anxiety, as
it relates to performance outcomes; these studies were conducted with measures other than the
CSAI (Hardy, 1990; Smith et al., 1990). The research was developed using more stringent
psychometric criteria (Smith et al., 2006), and has provided support for measuring the
construct of multi-dimensional competitive anxiety and its role in performance. Competitive
anxiety in student-athletes is potentially problematic, given its implications on studentathletes' well-being, performances, and other functions (Mellalieu, Hanton, & Fletcher, 2009).
One of the most potentially severe consequences of competitive trait anxiety, which warrants
continued exploration of multi-dimensional competitive trait anxiety, is its role in injury.
Injury presents a potential risk factor stemming from trait anxiety with potentially severe,
lifelong ramifications (Petrie, 1993). Petrie found that unidimensional trait anxiety, with no
differentiation between cognitive and somatic components, accounted for over half of the
variance of injuries seen in football players with "starter" playing statuses.
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Petrie (1993) noted that findings based upon the measures resulting from the
unidimensional construct were limited, and these findings indicated the need for continued
research of competitive trait anxiety, given the role it plays in severe outcomes such as injury.
Additionally, the levels of competitive trait anxiety have been found to not only impact
performance, but it also affects the overall satisfaction in life (Vealey, Hayahsi, GarnerHolman, and Giacobbi 1998). Dasinger (2014) identified a relationship between highcompetitive trait anxiety and attrition for sports, which exists in the studies conducted by
sampling children and adults. Moreover, studies have also revealed that levels of trait anxiety
are also positively correlated with life’s satisfactions and enjoyment in sport-related activities
(Rainey & Cunningham, 1988); therefore, those who have lower levels of trait anxiety are
more likely to have fun and garner a greater satisfaction from their sport experiences (Rainey
& Cunningham, 1988). When considering that athletic involvement can serve as a protective
factor from other sources of stress, (Kimball & Freysinger, 2003) and contribute to an
individual's satisfaction with life overall (Petrie, 1993), its negative impact on competitive trait
anxiety becomes much more evident. Continued investigation of competitive trait anxiety has
been especially encouraged, and in some studies, competitive trait anxiety has been found to
have strong powers in predicting student- athletes' negative performances (Smith et al., 1990).
The most common recurrent anxiety disorder is Generalized Anxiety Disorder (GAD),
which is diagnosed at a higher rate than previously seen, affecting both collegiate athletes and
non-athletes. Angst, Gamma, Baldwin (2009) examined GAD and provided basic facts about
this disorder, including the prevalence, onset, course, and outcome, as it applied to young
people. It is imperative to note, it was found that at the age of 15.6 years anxiety
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symptoms began. This finding is significant, as it suggests adolescents could begin having the
symptoms of an anxiety disorder, and if left untreated, it would cause an increase in future
difficulties. Angst et al. (2009) also proves that women are more likely than males to develop
symptoms of GAD, and the disorder usually develops before the age of 21year. In the
discussion of her findings, Angst et al. (2009) argued the need to address symptoms of
anxiety in the early stages of life, and to find more long-term treatments, rather than the
current practice of treating the symptom in the short-term.
Student-Athletes and Academic Factors
In the early 1980s, the state of Texas implemented the "No Pass No Play" rule, which
affected student participation in extracurricular activities. Per the "No Pass No Play" rule,
students must maintain passing grades in all classes to be eligible for participation in their
chosen extracurricular activities (UIL, n.d.). Therefore, any student- athletes who receive any
failing grade(s) is rendered ineligible for that activity. Research on the "No Pass No Play"
policy revealed that, overall, student-athletes failed fewer classes; however, as a result them
fearing not being able to pass because of this rule, many of them did not enroll in honors
courses (Ligon, 1988).
Although students' pass rates increased with dual enrollment in extracurricular activities,
the classes' rigor decreased. With the regulations defined by the "No Pass No Play" rule,
primacies of successful extracurricular activity programs should include greater academic
success by the confidence one has in their physical and academic abilities, and strong social
skills accompanied with maturation (Braddock, 2005).
The goal of the "No Pass No Play" rule is to use extracurricular activities as a
motivational strategy to improve academics. Whereas, Frith and Clark (1984) found that
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supporters of the academic eligibility requirements viewed the act as leverage for students.
Burnett (2001) affirmed that non-supporters of extracurricular participation have found that a
positive correlation between eligibility requirements and academic achievement does exist.
He suggested that students affected by the "No Pass No Play" rule use it to achieve
academically and set priorities with their academics, as academics must come first (Burnett,
2001).
Hartman (2008) postulated that the relationship between athletic involvement and
academic success could depend upon the “type of sport, level of participation, the background
of the student-athlete involved, school characteristics, and the relationship between the
athletic program, and academic curriculum” (p. 4). Vidal-Fernandez (2011) conducted a
study on the effects sports has on high school graduation, and the minimum academic
requirements, which must be met, in order to participate in sports. Student- athletes involved
in a sport had significantly higher grade point averages (GPA) during their sport season,
when compared to their off season. Videon (2002) also posited that students who participated
in extracurricular activities had higher GPAs and test scores.
Knifsend and Graham (2011) found that the average number of extracurricular activities
high school students participated in was two to three activities. While the importance of
student participation in extracurricular activities was noted, it is increasingly important during
adolescence for youths to explore their emerging interests and identities, make friends with
others, and strive to fit in with their peers (Dworkin et al., 2003). Anderson (2002)
documented that a sense of school belonging, among middle and high school students,
resulted in higher GPAs and fewer school problems.
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Jordan (2000) examined the relationship between high school sports participation and
academic achievement. One of Jordan's research questions specifically explored the effects
sports participation has on achievement, control of GPA, self-conceptualization, and academic
self-confidence. To study the differences between race/ethnicity has on team and individual
sports participation, Jordan (2000) used the rich longitudinal, NELS88 data by taking
advantage of scores from four standardized cognitive tests which were administered in
conjunction with NELS88 data collection, as alternative measures of achievement. Though his
initial models involved the usage of tenth grade GPAs as an outcome, his final analyses using
GPA retention as a control measure of prior achievement, also set the standard measure of
achievement in studies of this relationship. At the same time, the cognitive test scores served
as his dependent measure. In the initial models, participation in both team and individual
sports were positively related to tenth grade GPAs, for the whole sample, and for individual
race/ethnic groups; these results were significant for all except African American students,
who were involved in individual sports. Jordan (2000) found a positive, meaningful
relationship between participation in both team and individual sports and achievement through
his analysis of test performance for the full sample. After dividing the sample by
race/ethnicity, positive, significant results remained for white students who participated in
team and individual sports, and African American and Hispanic students who participated in
team sports only.
Although the relationship between African American and Hispanic students who
participated in individual sports proved positive, it was not significant. Jordan (2000), like
other researchers within the past two decades, made use of national longitudinal data to
examine this relationship. Future research in this particular context, in which the
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effects evolve, must utilize longitudinal data to be considered reliable. Certain aspects of this
most recent addition to the literature, set a standard for investigations into the relationships
between high school athletic participation and academic achievement. First, Jordan's
utilization of standardized cognitive test scores, as an alternative to GPA as indicators of
academic achievement, served to broaden the overall perspective of this relationship.
Grade point average (GPA), as a composite score which represents students' overall
academic performances, neither considers the possibility of a differential performance by
individual students along the lines of a subject area, nor does it consider possible differential
effects of the athletic participation along the same lines. Jordan points out a significant flaw
in the usual method of comparison where students are divided into two groups—studentathletes and non-athletes and are represented by a "dummy variable." As Jordan (2000) states,
this practice may "run the risk of treating adolescents who are only casually interested in
sports, and who participate in them infrequently, the same as those who are very committed
to sports activities." Finally, (Jordan) includes in his analyses, controls for students with an
“at-risk” status ("at-risk" for dropout), the consideration of the potential to shed light on
possible preceding or intervening explanations and strengthening of the variance explained in
research of educational outcomes.
Broh (2002) used the NELS:88 data set to examine the effects of sports participation for
10th and 12th-grade student-athletes. The 12th-grade measures of academic achievement—
grades and standardized test scores, addressed selectivity through the usage of statistical
controls. Participation in high school sports was positively
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associated with Math and English scores and time spent on homework—above and beyond
controls for student background and family and school characteristics. Marsh and Kleitman
(2003) also used data from NELS:88 and found positive relationships do exist between high
school sports participation. Additionally, it was also found that there are several indicators of
academic success which include: 1) college enrollment; 2) months student-athletes attend
college; and 3) post-secondary educational attainment. In fact, an increase in the involvement
with sports was related to higher grades, better self-esteem, higher educational aspirations,
more time spent on homework, and more university admission’s applications.
This study's findings were particularly promising for students who have been identified
as "at-risk" for academic failure, as participation in more sports was related to higher
parental expectations—especially for those students with low test scores and low educational
aspirations. Although the researchers imputed missing data for nearly two- thirds of the
sample, this should not overshadow its contributions to the literature.
Federicks and Eccles (2006) asserted that better academic outcomes had been associated
with adolescent participation in team sports. Holland and Andre (1987) discovered that
students who participate in athletics, tend to have an increase in their desires, ambitions, and
educational pursuits. Researchers have found that the students who have an increase in their
educational gains can be attributed to their participation in sporting activities that require
physical action and participation. Hartman (2008) contended that the “relationship between
athletic involvement and academic success is not, for the most part, a direct, casual one [but
one that may] vary dramatically depending upon type of sport, level of participation, the
background of the student-athlete involved,
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school characteristics, and [the] relationship between the athletic program and the academic
curriculum” (p. 4).
In 2002, Au (2009) referenced the passing of the "No Child Left Behind Act" (NCLB) by
the United States Congress, which in turn resulted in the federal mandate of high-stakes,
standardized testing. Supporters of the NCLB claimed that these high-stakes, standardized
tests would allow policymakers and educators to track achievement gaps, improve upon
educational inequalities, and identify problem areas in instruction and curriculum (Au 2009).
Au (2009) argued that high-stakes, standardized tests changed the schools' educational
environments and that students now had no power to contribute to their education, and
teachers have lost control over curriculum choices (Au 2009).
Guzenhauser (2003) argued that the impact of high-stakes, standardized testing
resulted in changes to the philosophy of education, particularly value and purpose.
Guzenhauser (2003) suggested high-stakes, standardized testing brought a default philosophy
where the focus is on the high-stakes tests. Guzenhauser (2003) placed emphasis in the
growing national concern, which highlighted that these high-stakes, graduation exams are the
major cause of lower-achieving students dropping out. Contrary and Horn (2003) questioned
whether high-stakes, standardized testing either stopped, or perpetuated a cycle of failure.
State-mandated, high-stakes, standardized tests are used by educators to decide promotion,
high school graduation, and college acceptability (Contrary & Horn, 2003). These high-stakes,
standardized tests are myopically focused on a particular set of skills.
The exclusion of necessary skills like research, project design, and collaboration, which
are not incorporated into these tests, forces teachers to focus their instruction on
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students passing these high-stakes, standardized tests (Contrary & Horn, 2003), and they also
posited that special needs students, English language learners, non-white, and non- Asian
students are deeply affected by standardized test scores because they do not expound on all of
the information required to make life-changing decisions for the which results in advising
against testing at the student level (Contrary & Horn, 2003). Diamond (2007) examined the
link between classroom instruction and high-stakes, standardized testing policies where she
found that middle-class white students are most often prepared for these high-stakes,
standardized tests due to interactive pedagogy—which allows those students to be guided
through their learning processes and explain how they arrived at their answers.
Duffy, Giordano, Farrell, Paneque, and Crump (2008) asserted that mandatory
assessments and high-stakes, standardized testing has become the dominant method for
measuring students’ progression. Ullucci and Spencer (2009) affirmed that most adults do not
remember standardized testing as being traumatic, and therefore, view the high-stakes,
standardized testing in schools as "normal"; however, the high-stakes standardized tests today
come with consequences such as: denying the student a high school diploma and withholding
monies from low-performing schools (Ullucci & Spencer, 2009).
After the first test administration of 2012, the state of Texas changed the requirements for
high school students from the initial "fifteen STAAR End-of-Course (EOC) exams to five
STAAR End-of-Course (EOC) exams" (Texas Education Agency Technical Digest, 2011, p.
6). A significant change to the English I and English II exams included combining both
reading and writing portions of the exams (TEA, 2015, p. 1).
Previously, the STAAR English Language Arts exams consisted of two separate exams;
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one reading portion—which included two short stories, 22 multiple choice questions, two
short-answer response questions, and a writing portion of the exam to include a section for
revising and editing and two compositions (TEA, 2015, p. 3). The STAAR English Language
Arts EOC exams for English I and II is comprised of two reading selections, 22 multiple
choice questions, two short answer responses, a revising and editing section, and one essay for
the composition component (TEA, 2015, p. 3).
The short answer response section of the test incorporates one of the two reading
selections, while the other short-answer response question targets specific similarities between
the two selections, which assess any of the Student Expectations required by the Texas
Education Agency (TEA) for English Language Arts knowledge and skills (TEA, 2013, p. 2).
According to the TEA (2014), the STAAR English Language Arts EOC exams have
increased in rigor, and are significantly more difficult for all students to master. The purpose
of the STAAR EOC exams are to ensure that upon graduating from high school, those students
who are graduating, possess the necessary skills to be both career and college ready. The new
STAAR EOC exams also incorporate higher-level thinking questions, analytical writing
prompts, and the integration of questions which reflect the highest level of Bloom's
Taxonomy. According to the TEA (2018), the rigor of items will be increased by assessing
skills at a more noteworthy profundity and cognitive complexity. Performance standards will
be set using empirical data gathered from studies which link performance from year-to-year
for grades 3-8, high school, and specific courses to college and career readiness (TEA, 2014,
p.1).
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The English I and English II reading and writing portions of the EOC exams are weighted
at 50% each. Although one portion of the exam expects a level of knowledge and skills in
reading comprehension, and literary device usage and identification, the students must
complete two short-answer response questions. The first short-answer response expects
students to answer a question about the first reading selection by including textual evidence
from that selection to support their answers. The second short- answer response, also known
as the 'crossover' question, expects students to answer a question that connects the first reading
selection with the second reading selection, to include textual evidence from both selections as
support for their answers.
Students must convey their knowledge of literary devices on the STAAR English
Language Arts EOC exams, answer all written responses using complete sentences, and
support their answers with textual evidence from either one, or both selections provided on
the exam. The STAAR English Language Arts EOC exams’ short-answer sections assess
students' reading comprehension and writing skills. Reilly et al. (2014) shared that openended, short-answer assessments are commonly used to measure students' writing skills,
conceptual understanding, and higher-order thinking skills—such as evaluating, analyzing,
and problem-solving. By forcing students to construct a response, rather than choose from a
list of possible answers, they are more capable of demonstrating what they know and what
they can do (p. 84).
To pass the English I Reading EOC exam, students must achieve a scaled score of 3750,
which equates to a raw score of 51, thus totaling a 57% mastery of the material.
Students can reach the Advanced Academic Performance Level III- criteria, by scoring
4691 on their scaled score; which equates to a raw score of 76, and a mastery of 83%
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(Lead4ward, 2016). Warner (2013) conducted a quantitative study investigating co- teaching
and consultative models of the learning environments in Texas, to discover if one model
provided greater academic achievement results for secondary students who were enrolled in
grades 6 -12, when compared to special education (SpEd) students in inclusive reading and
math learning environments.
Warner (2013) compared the reading and math scores on state-standardized achievement
tests, where the participants were SpEd, secondary students enrolled in a general education
classes where a co-teacher was present or taught by a special education teacher and general
education teacher, or a consultative, instructional model classroom, where the special
education teacher consulted with the general education teacher to design instruction to
differentiate lessons. The results of Warner’s study indicated that students who were served in
the consultative instructional model performed slightly higher on state-standardized
assessments.
Estrada (2016) conducted a study to determine if there was a difference in the academic
achievements of general education students on the English I and Algebra I EOC exams, for
those who were served in classrooms with an inclusion teacher, when compared to the
academic achievements of the general education students who were served in the traditional
classroom with one general education teacher. This study indicated no statistically, significant
differences in the STAAR EOC course exam scores for the general education students who
were served in inclusion or a traditional classes. Furthermore, there was no statistically,
significant relationship between placing an special education student in an inclusion
classroom, versus a traditional classroom, and their achievement on Level III performance on
the English I or Algebra I EOC exams.
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It can be concluded that adolescence is a crucial transitional period in which studentathletes begin exploring their identities and places in society. Peters et al. (2015) asserted that
developing an anxiety disorder during this period can have serious adverse effects on
physical, psychological, emotional, social, and spiritual health—which can persist into
adulthood. Examining the literature on anxiety disorders, the historical overview of anxiety in
sports, student-athletes, and academic achievement provides insight into the current study's
needs.
Student Athletes Gender and Anxiety Disorders
Taliaferro, Rienzo, Miller, Pigg, and Dodd (2008) examined the risk of hopelessness and
suicide attempts associated with physical activity and sports participation. Each participant
completed the 2005 Youth Risk Behavior Survey where the participants consisted of 13,857
male and female student-athletes and non-athletes in grades 9 to 12. Male student-athletes with
male non-athletes, female student-athletes and non-athletic females’ rates of hopelessness and
suicidal behavior were compared. Of 13,857 participants, 2,342 thoughtfully considered
attempting suicide, 1,843 planned suicide, 1,247 made an attempt to commit suicide, and 582
attempted suicide multiple times. The results indicated that there were lower rates of suicidal
behavior among males who engaged in various levels of physical activities and it was revealed
that male student-athletes experienced less occurrences of hopelessness and suicidal behaviors
when compared to female student-athletes. The researchers concluded that physical activity
and sports participation supports positive improvements in anxiety, stress, and self-esteem.
The purpose of the study by Sheikhi, Peymanizad, Yadolazadeh, and Karbalaei (2012)
was to compare the behavioral disorders of female athletes and non-athletes enrolled in the
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Zahedan Guidance School’s Education districts 1 and 2, in Zahedan, where a questionnaire by
Zatez et al. (1967) was used to collect data from about 172 randomly selected non-athlete and
104 student- athletes. This questionnaire consisted of 30 statements, of which 26 were directly
extracted from the Rutter questionnaire. The results showed a significant difference between
the prevalence of behavior disorders in students who are athletes, and those who are not
athletes, thus concluding that a relationship exists between being an athlete and the prevalence
of disorders; that is, student-athletes have a lower prevalence of disorders than non-athletic
students.
According to Mangerud, Bjerkeset, Lyderson, and Indredavik (2014), adolescents
globally experience a mental disorder during their lifetimes. High rates of mood and anxiety
disorders frequently occur in females, while higher rates of behavioral disorders appear in
males. Physical activity in childhood and adolescence could possibly predict future levels of
physical activity since physical inactivity negatively affects public health. Researchers Nyboe
and Lund (2012) and de Wit et al. (2010) also noted in several cross-sectional studies,
adolescents who regularly engaged in physical activity reported lower anxiety-depression
scores than those who were less active. A study involving a “yes or no” questionnaire about
physical activity was used to investigate and compare the frequencies and types of physical
activities in 566 adolescent psychiatric patients aged 13-18 years, to adolescents aged 13- 19
years who did not have a psychiatric disorder. Dependent variable physical activity was
organized into three groups in individual and team sports—low activity, moderate activity, and
high activity. Pearson’s chi-squared test, the Wilcoxon Mann-Whitney U test, and the KruskalWallis Test were used to analyze differences in proportions. Results showed that low levels of
physical activity occurred among adolescents with a mood
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disorder. In contrast, high levels of physical activity were found among 116 exhibiting eating
disorders. The study also showed that adolescents with mood disorders participated less in
individual sports when compared to those with anxiety disorders and hyperkinetic disorders;
however, those with eating disorders participated more than all of the other diagnostic groups.
When compared to the general population of adolescents, adolescents with a psychiatric
disorder risk of lower levels of physical activity increased three times, and by not participating
in individual or team sports risk also increased three times.
Ghiami, Khalaghi, Soh, and Roslan (2015) aimed to compare the mental health of male
student-athletes ages 16 years and female student-athletes ages 15-17 years, to those who
were non- athletes among high school student groups in Quchan, Iran. The initial screening
was conducted by implementing a survey based on a sport’s background questionnaire in
order to identify the population of athletic students and non-athletic students. One hundred
students were randomly selected to participate and were assigned to either the athletic and
non-athletic groups with 50 students in each group. This study assessed students’ current
exercise levels and their psychological constructs related to mental health—such as somatic
and social anxiety. A version of the General Health Questionnaire of Goldberg and Hillier
(1979) was used to measure the level of mental health in students using a questionnaire which
consisted of 4 subscales: somatic symptoms; anxiety and insomnia; social dysfunction; and
severe depression. Results showed that female student-athletes had a higher level of mental
health disorders when compared to the other three groups, while the non-athletic females had
the highest rates of mental health symptoms and male athletes also had higher levels of
mental health
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symptoms when compared to non-athletic males. Data analysis also showed a significant
difference, in terms of physical symptoms, among athletic and non-athletic males and females.
Athletic males (6.84) did not significantly differ from the athletic females, and both groups
had fewer physical symptoms. Combined, these results suggested athletic students in both
genders experienced fewer physical symptoms than the non-athletic students. Data analysis
also showed a significant difference, in terms of components of anxiety, among athletic and
non-athletic males and females. The mean score of athletic males (7.48) was significantly
different from non-athletic males (11.28), and non-athletic females (8.76), in terms of anxiety;
however, there was no significant difference in athletic females and non-athletic females.
These results combined showed a lower level of anxiety among female student-athletes in
comparison to male student-athletes and physical activity did not contribute to the females’
levels of anxiety. Specifically, lower levels of anxiety among female student-athletes are an
indication of a gender differences in terms of anxiety and sleep disorders. The findings
revealed there are significant differences when comparing the prevalence of symptoms among
student-athletes and non-athletic students, in terms of mental health, F (3, 96) =39, P = .01),
and the mean scores of those with a lesser prevalence of these symptoms. There were fewer
psychological problems discovered in student-athletes; therefore, it can be concluded that
physical activity is an easy, inexpensive strategy which can be used in schools to increase the
levels of mental health among student-athletes. Specifically, our results suggest that students’
symptoms related to mental health are reduced when they engage in sports activities, which in
turn increases the opportunities for students to take part in sport’s competitions in an effort to
protect them against a poor psychological well-being.
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Coşkun and Özyol (2020) aimed their study at determining the relationship between
student-athletes, who were competitive swimmers, their social anxiety levels, and
anthropometric measurements—such as height, weight, BMI, and body composition, body fat,
lean body mass, and body type—ectomorph, endomorph, or mesomorph. The participants
were male and female student-athlete who swam and were enrolled in secondary education
institutions. This study included 306 conveniently, selected student- athlete swimmers with a
breakdown of 160 females and 146 males who were competing in the Turkish National
Swimming Championships. The revised Turkish version of the Social Anxiety Scale (SAS),
was used to determine the social anxiety levels in the student-athlete swimmers who
participated in the study by Demir, Eralp-Demir, Türksoy, Özmen, and Uysal (2000). As
developed by La Greca, Dandes, Wick, Shaw, and Stone (1988), the scale originally
consisted of 10 questions; however, it was later revised to include 18 questions (La Greca &
Stone, 1993) which used a five-point Likert-type scale with the possible responses ranging
from “not at all” to “always”, where children were asked to indicate to what extent they
agreed with each statement. This study found that student-athlete swimmers had low social
anxiety levels and results also showed that participants’ body fat percentages, endomorphy,
and mesomorphy values differed according to gender; however, this difference did not reflect
a relationship among their social anxiety levels. The research’s findings, herein, did not reveal
any relationship between social anxiety levels and body fat, body mass, or BMI values for
either female or male student-athlete swimmers. Research findings indicate that low SAD
values obtained in our sample of 11and 12-year-old student-athlete swimmers support the
wisdom of directing children toward participating in sports. We believe that encouraging
children to participate in sports may offer a solution to decrease
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anxiety in children who have with social anxiety, or to prevent its emergence altogether.
Furthermore, we believe these findings will have repercussions in the fields of both
psychology and education.
Student Athletes’ Ages and Anxiety Disorders
Ashdown-Franks, Sabiston, Solomon-Krakus, and OLoughlin (2017) conducted a study to
examine the associations between sports participation during high school and symptoms of
four anxiety subtypes such as: panic disorder; GAD; social phobia; and agoraphobia, over
prolonged periods of time. Participants completed self-report questionnaires at school four
times, or every 3 months on average, in grades 7 to 11, for a total of 20 survey cycles during
high school. Items from the 2003 Canadian Community Health Survey (CCHS) were used to
collect data, of which two items assessed panic disorder: (i) panic felt when very frightened,
anxious, or uneasy; and (ii) panic felt when dizzy, very uncomfortable, short of breath, and
nauseous. Three items assessed the symptoms of (GAD), such as: (i) a time when worried; (ii)
a period of anxiousness or worry most days; and (iii) a time of nervousness or anxiousness.
Two items assessed social phobia and agoraphobia, respectively: (i) a time when feeling very
afraid; (ii) a time when feeling uncomfortable doing something in front of a group of people;
(i) a time when feeling afraid of being in a crowd; and (ii) a time when becoming very upset,
or nervous in crowds.
Of the 781 participants, 514 female participants reported one or more anxiety symptoms.
Symptoms of panic disorder were reported by 281 females, 297 males reported symptoms of
(GAD), 368 females reported symptoms of social phobia, and 164 reported symptoms of
agoraphobia. There were 328 participants who experienced one or more symptoms of more
than one anxiety subtype. Of the 781 participants, 94 did not
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participate in any sports during high school, 125 participants played sports for one year, 102
participants played sports for two years, 86 participated in three years of sports, 102 spent
four years playing sports, and 282 played sports for five years. On an average, adolescents
played team sports during two of their five years in high school, and they played individual
sports for a little more than one year. The data revealed that participants experienced three
anxiety subtypes—panic, agoraphobia, and GAD, by the age of 16. On the other hand,
participants aged 13 years, experienced social phobia
Specifically, the data revealed that the number of years students participated in high
school sports had a weak effect and was negatively linked to symptoms of panic, social
phobia, and agoraphobia; however, it was not significantly associated with symptoms of
GAD. All symptoms of anxiety were negatively related to the total number of years of
participation in team sports, whereas symptoms of panic were only negatively associated with
the total number of years students participated in individual sports.
The number of years student-athletes participated in high school sports yielded panic and
agoraphobic symptoms. but it did not protect them from symptoms of social phobia or GAD.
When exploring sports participation in team or individual sports, there was a defense of panic
disorder symptoms, while only team sports had a built-in defense of symptoms of
agoraphobia, and only individual sport participation had a safeguard against social phobic
symptoms. The researchers recommended the usage of anxiety symptom subtypes for future
work to explore consistent involvement in sports participation for long-term mental health,
well into adulthood. In addition, it was recommended to put interventions in place to help
student-athletes continue their participation in sports to help avoid symptoms of anxiety.
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Student Athletes’ Ethnicities and Anxiety Disorders
Dawkins, Williams, and Guilbault (2006), examined the relationship between African
American and White high school students’ participation in school-based sports and substance
abuse.
Data from the 1988 National Educational Longitudinal Survey of 1988 (NELS, NCES, 1988)
and follow-up surveys conducted in 1990 and 1992 were used to gauge students’ participation.
The authors determined that athletic participation for Black and white students was
significantly associated with a “reduction in cigarette and marijuana use,” and participation in
sports served as a guard against alcohol abuse for African American girls (Dawkins et al.,
2006, p. 1). Dawkins’ study reinforced the notion that student-athletes are conscious about
their health and therefore, there is a reduction in the usage of tobacco and controlled
substances. Consequently, sports are a “potentially important protective activity” for studentathletes (Dawkins et al., 2006 p. 7).
Asnaani, Richey, Dimaite, Hinton, and Hoffmann (2010) examined differences in the
rates of diagnosed anxiety disorders among four ethnic groups—African Americans, White
Americans, Hispanic Americans, and Asian Americans, and four anxiety disorders such as:
social anxiety disorder (SAD); generalized anxiety disorder (GAD); panic disorder (PD); and
post- traumatic stress disorder (PTSD), were measured using data collected from three
surveys administered to those groups. Asnaani et al.,(2010) used data from the Collaborative
Psychiatric Epidemiology Studies (CPES), which consisted of three instruments: “Americans’
Mental Health: the National Comorbidity Survey Replication (NCS-R); the National Study of
American Life (NSAL); and the National Latino and Asian American Study of Mental Health
(NLAAS)” (2010, p. 552). This data revealed that White Americans suffered from social
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anxiety and panic disorders, more often than the other ethnic groups. On the other hand,
African Americans were affected more by post- traumatic stress disorder (PTSD), when
compared to the other three ethnic groups. Asian Americans were found to exhibit all four
anxiety disorders less consistently, and they exhibited symptoms of all four anxiety disorders
less often than the other racial groups. Comparatively, White Americans had significantly
higher degrees of all four anxiety disorders, excluding PTSD, than the three other ethnic
groups—excluding African Americans. Findings from those results, concluded that Hispanic
or Asian American respondents are less likely to have symptoms for many of the anxiety
disorders when compared to White Americans, which resulted in a recommendation by the
researches to consider ethnicity when diagnosing an anxiety disorders.
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CHAPTER 3
METHODOLOGY

Introduction
The purpose of this study was to investigate the relationship and predictability of selected
demographic and academic factors on the mental health behaviors of student- athletes.
Specifically, this investigation will be concerned with the predictability of specific variables
such as: gender; age; ethnicity; grade point averages; STAAR English I scores; STAAR
Algebra scores on the degree of depression; anxiety; and Attention Deficit Hyperactivity
Disorder (ADHD) among student-athletes. This chapter will consist of eleven major sections:
1) the research design; 2) the population and research setting; 3) the sampling procedure;
4) the instrumentation; 5) the validity of the instrument; 6) the reliability of the instrument; 7)
the data collection procedures; 8) the independent and dependent variables; 9) the null
hypotheses; 10) the statistical analysis; and 11) the evaluation of statistical assumptions.
Type of Research Design
A correlated research design (See Figure 1), will be employed in the current empirical
investigation. This type of research methodology will provide the researcher with the
opportunity to determine the relationships between and among those variables, for the
purposes of describing and predicting specific outcomes (Warner, 2013). There are two major
utilizations of the correlated research design. The first major use is to predict scores from one
variable to another variable and the second is to analyze causal
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relationships between variables (Gall, Gall, & Berg, 2007). Moreover, the correlational
research design has several major advantages—to include: 1) It creates mathematical
equations to explain the statistical power of predictor variables on the criterion variables; 2)It
provides goodness-of-fits estimators of how well the empirical data is consistent with the
hypothesized model; and most of all 3) It identifies variables that are highly related, for the
purposes of determining statistical and theoretical connections (Warner, 2013). Thus, using

Demographic
Factors Gender
Age
Ethnicity

Academic
Factors
GPA
STAAR English
STAAR Algebra

the correlational research design is the most efficient and effective paradigm to determine the
predictive power of selected demographic and academic factors on the degrees of anxiety
among student athletes.

Anxiety Score
State
Trait

Figure 1 – Correlational (Regression) Design
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Population and Research Setting
The population of this study consists of secondary student-athletes who attend a Sports
Science Charter School in the southwest region of the United States. This charter school will
provide an innovative, rigorous, and integrated high school and college curriculum designed to
prepare students who are interested in athletics to meet their academic and professional goals
by partnering with post-secondary education institutions and the local business community.
The Sport Science Charter School offers four professional pathways to its students—coaching,
athletic administration, sports medicine, and sports media.
The vision of the Sport Science Charter School is that the curriculum provided to the
students will develop their minds, bodies, and souls. Finally, the mission of the Sport Science
Charter School is to provide a rigorous, well-balanced college preparatory program which
focuses on educational experiences, through the usage of thematic, work- based curriculum for
academics, athletics, and a profession within athletics.
Sampling Procedures
This empirical investigation utilized the purposive sampling procedures, and this type of nonprobability sampling technique provided the researcher with the opportunity to identify
specific characteristics associated with the population under investigation (Vogt, 2007).
Moreover, the researcher’s usage of the present investigation of the purposive sampling
technique allowed for the purposes of selecting individuals based on a variety of criteria that
is common to those who participated in the study (Vogt, 2007). In the current investigation,
the following criteria was employed to select the sample: 1) the participants must be actively
participating in an athletic activity; 2) the participants must be at least 15 years old; and 3)
the participants must be attending the Sport Science Charter School.
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Instrumentation
A Demographic Profile sheet (See Appendix A), and the State-Trait Anxiety
Inventory for Children (STAIC), are the two instruments used to collect data for the
present study (See Appendix B).
The first instrument—the Demographic Profile sheet, was developed by the researcher,
and it was used to collect the demographic and academic characteristics of the student-athletes
who participated in the study.
The second instrument, the STAIC inventory developed by Spielberger, in collaboration
with Edwards, Montuori and Lustene, is a self-reporting instrument used to assess anxiety in
young people (Spielberger, 1993), included two, 20 item scales which describe the degree of
state and trait anxiety in children between the ages of 8 and 14 years. The State-Scale
examines how a student-athlete feels right now, as it measures the current, common feeling of
anxiety specific situation. On the other hand, the trait-scale measures a more stable, longlasting tendency on the part of a student-athlete to experience anxiety as this trait-scale
examines how the student-athlete generally feels about a situation.
On the state-scale, the statements described the anxiety a student-athlete might
experience by asking the student-athlete how he or she feels at a particular moment in time.
For instance, “I feel very nervous, nervous, or not nervous.” These alternative responses
will be scored on a three-point scale, using 1, 2, or 3 points respectively, and the total scores
will range from 20 to 60.
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Much like the State-Scale statements, using the Trait-Scale, student-athletes were asked to
rate the statement using the same three-point scale, consisting of the following fixed
expressions: 1) hardly ever true; 2) sometimes true; and 3) often true. These expressions will
be scored from 1 to 3, with a total raw score ranging from 20 to 60. To determine which type
of anxiety is dominant within the surveyed student-athlete population, a separate score is
produced for the State-Scale and the Trait-Scale responses.
Validity of the Instrument
Both concurrent and construct validities were established on the STAIC, which was
found to be highly correlative with the Children’s Manifest Anxiety Scale (.75), General
Anxiety Scale for Children (.63), and the Hamilton Anxiety Rating Scale (.58) (Spielberger,
1993).
The STAIC was found to be discriminatory between groups with or without an anxiety
disorder and the item response theory’s slopes ranged from .95 to .98 and all of the items on
the STAIC were highly discriminating (Schister, Lander & Flower-Kerry, 1998).
Reliability of the Instrument
Internal consistency reliability, as well as test-retest reliability, were established on the
STAIC instrument. The internal consistency reliability coefficient of .873, and a test-retest
reliability coefficient of .757 was found, for the STAIC instrument as a whole.
Moreover, regarding the variable of gender, an internal consistency reliability coefficient
of .864 was found for males and .875 for females. Likewise, a test-retest reliability coefficient
of .706 was found for males and .785 for females. In addition, regarding the variable age,
internal consistency reliability coefficients were .853, .885,
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and .897 for the youngest, intermediate, and oldest children, respectively. For the same age
groups, test-retest reliability coefficients were .712, 832, and .757, respectively (Rodrigue,
Pandeirada, & Bem-haja, 2018).
Data Collection Procedures
Before participating in the study, the researcher provided a consent link to each studentathlete who was selected to participate in the study, and upon completion of the consent link,
each student-athlete was provided a link containing the following: 1) a cover letter; and 2) a
copy of the STAIC and Demographic profile sheet, where the names were omitted to ensure
anonymity of the respondents. Furthermore, completed surveys were examined for nonresponses and errors and instruments that were not properly completed, were discarded from
the investigation. Once this process was completed, the researcher coded the data from the
instruments and these codes were then entered into a computerized data program. For
statistical purposes, applications from the Statistical Package for the Social Sciences (SPSS)
was used to analyze the data.
Null Hypotheses
The following null hypotheses were generated and tested in this empirical
investigation:
HO1: There is no statistically, significant relationship between selected
demographic factors (gender, age, and ethnicity) and the state anxiety
scores among student-athletes.
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HO2: There is no statistically, significant relationship between selected
demographic factors (gender, age, and ethnicity) and the trait anxiety
scores among student-athletes.
HO3: There is no statistically, significant relationship between academic factors
(grade point average, STAAR English I test scores, and STAAR Algebra I
test scores) and the state anxiety scores among student-athletes.
HO4: There is no statistically, significant relationship between academic factors
(grade point average, STAAR English I test scores, and STAAR Algebra I
test scores) and the trait anxiety scores among student-athletes
Statistical Analysis
Multiple Correlation and Standard Multiple Regression Procedures were employed
to analyze the data. The multiple correlation technique is appropriate for assessing
complex intercorrelations between predictor and criterion variables.
Additionally, when a significant relationship is found between the predictor and criterion
variables, the standard multiple regression technique will be applied (Tabachnick & Fidell,
2007). This regression procedure will be used to study the relationship and predictability of
more than one predictor variables to one criterion variable (Tabachnick & Fidell, 2007). The
Standard Multiple Regression Procedure is a statistical technique, whereby all predictor
variables will be entered into the regression equation at once—each one being processed as if
it will be entered into the regression equation after all other variables are entered. Each
predictor variable is assessed in terms of what it adds to the prediction of the criterion variable,
which will be different from the predictability
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afforded by all the other predictor variables. The hypotheses will be tested at the .05 level of
significance, or better, in this empirical investigation.
Statistical Assumptions
There are eight statistical assumptions associated with The Standard Multiple
Regression Procedure. They are as follows:
1. The relationship between the predictor variables and criterion variables are
linear with residuals;
2. The predictor variables are measured without error;
3. The predictor variables are fixed;
4. The errors are normally distributed;
5. The variance of the residual across all values of the predictor variables is
constant;
6. The errors are not correlated with the predictor variables;
7. The mean of the residuals, for each observation on the criterion variable over
many replications, is zero; and
8. Errors associated with any single observation on the criterion variable are
independent of errors associated with any other observation on the criterion
variables (Warner, 2013).
Assumptions 2, 3, and 7 are issues concerning the methodological framework and
assumptions 1, 6, and 7 are issues related to linearity. Residual scatterplots will be used to test
these three assumptions. Furthermore, assumption 4, which deals with normality, will be tested
using the Kolmogor or Smirnor Test (Warner, 2013).
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CHAPTER 4
ANALYSIS OF THE DATA
The purpose of this empirical study was to examine relationship and predictability of
demographic and academic factors, and the effects these factors have on the anxiety
behaviors among student-athletes. Specifically, this study was concerned with the
predictability of the state and trait anxiety scores among student-athletes using the following
variables: 1) gender; 2) age; 3) ethnicity; and 4) grade point average (GPA), STAAR English I
scores and STAAR Algebra I scores. Answers to the following questions were sought:
1.

Are demographic factors (gender, age, and ethnicity) a predictive power
regarding the state anxiety scores among student-athletes?

2.

Are demographic factors (gender, age, and ethnicity) a predictive power
regarding the trait anxiety scores among student-athletes?

3.

Are academic factors (grade point averages, STAAR English I tests scores
and STAAR Algebra I test scores) a predictive power regarding the state
anxiety scores among student-athletes.

4.

Are academic factors (grade point average, STAAR English I test scores and
STAAR Algebra I test scores a predicted power regarding a trait anxiety
scores among student-athletes?

A purposive, non-probability sample of 178 student-athletes enrolled in a sports science
charter school in the Southwest region of the United States participated in this study. Two
instruments entitled the “Demographic Profile Sheet” and a “State Trait Anxiety Inventory for
Children” were utilized to collect the data. The analysis of the data section
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for this empirical investigation involved four major areas. Section one presented the
demographic characteristic of the participants in the study. Section two addressed the mean
and standard deviation results concerning the predictor and criterion variables utilized in this
study. Section three dealt with the correlational analysis pertaining to the predictor, or
criterion variables. Finally, Section four examined the four statistical (null) hypotheses
formulated for this investigation. The simultaneous Multiple Regression procedure, in
conjunction with the multiple correlation technique, the Pearson Moment Product
Correlation, and the Point-Biserial Correlation were all utilized to analyze the data. All four
null hypotheses were tested at the .05 level of significance or better.
Demographic Characteristics of Student-Athletes in the Study
There were 178 student-athletes who participated in this investigation. These studentathletes were demographically described by their gender, age, and ethnicity.
Gender. There were 113, or 63.5 percent, of the student-athletes who identified
themselves as male. By contrast, there was 65, or 36.5 percent, of them who reported they
were females. See Table 1 for these results.
Table 1
Frequency Distribution of Participants by Gender
Variable

Number

Percent
Gender
Male

113

63.5

Female

65

36.5

Total

178

100.0
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Age. The predictor variable age was classified into four distinct groups for the
current investigation. There were 49, or 27.5 percent, of the student-athletes who reported
they were 15 years of age. On the other hand, 113, or 63.5 percent, of the student-athletes
identified as being 16 years of age and of that group, 16 or, 9 percent of them, revealed that
they were 17 years of age. See Table 2 for these results.
Table 2
Frequency Distribution of Participants by Age
Variable

Number

Percent

Age
15

49

27.5

16

113

63.5

17

16

9.0

Total

178

100.0\

Ethnicity. For the present investigation, the ethnicity predictor variable was
categorized into three groups. There were 81, or 45.5 percent, of the student-athletes who
reported their ethnicity as African American. There was a total of 85, or 47.8 percent
student-athletes who expressed their ethnic status as Hispanic. Finally, 12, or 6.7 percent, of
the student-athletes ethnically identified as White. See Table 3 for these results.
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Table 3
Frequency Distribution of Participants by Ethnicity
Variable

Number

Percent

Ethnicity
African American

81

45.5

Hispanic

85

47.8

White

12

6.7

Total

178

100.0

Mean and Standard Deviation Results Regarding the Predictor
and Criterion Variables
The mean and standard deviations for the predictor and criterion variables used in this
simultaneous regression model were obtained for this study. The mean state and trait anxiety
scores of student-athletes were 30.31 (.864) and 41.39 (7.788), respectively.
Thus, on the average, the student-athletes involved in this study where above average in terms
of both types of anxiety.
Moreover, on the average, as a group, student-athletes were almost 16 years of age. As a
group, student-athletes surveyed in this study had an overall grade point average of 2.93 (.450)
The mean scale English I test score and mean scale Algebra I test scores were 3554.11 (72.20)
and 3782.60 (49.67), respectively.
Furthermore, the predictor variables, gender and ethnicity, were dummy coded for this
empirical investigation. Regarding the predictor variable gender, male was coded “1”
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and female was coded “0”. The predictor variable ethnicity was coded “1” for African
American, “0” for Hispanic and “-1” for white. (See Table 4)
Table 4
Mean and Standard Deviation Results Pertaining to the Predictor and
Criterion Variables
Variable

Number

Percent

Gender

.63

.483

Age

15.79

.626

Ethnicity

.39

.612

GPA

2.93

.450

STAAR English

3554.11

72.119

STAAR Algebra

3782.60

49.666

State

30.31

.864

Trait

41.39

7.788

Correlational Results Pertaining to the Predictor and Criterion Variables
Correlational results (see Table 6) were calculated among the six predictor variables in
the two criterion variables state and trait anxiety behavior scores of student-athletes. The
Pearson Product Moment Correlations, the Point Biserial Correlation, and the Biserial
Correlation were used to assess the intercorrelations among the binary and quantitative
variables used in the regression model.
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Among the demographic factors, only age was found to be significantly related to the trait
anxiety score. A negative relationship existed between age and trait anxiety score (r=-294,
P<.001). Thus, as the age of student-athletes increases, the lower the degree of trait anxiety
among student-athletes.
Additionally, STAAR Algebra I test scores was the only one of the three academic
factors that was found to be statistically related to state anxiety scores. A negative
relationship exists between STAAR Algebra I test scores and state anxiety scores. (r=-.158,
P <.05). Therefore, student-athletes who had high STAAR Algebra I scores seem to exhibit
low state anxiety scores (See Table 5)

Table 5
Correlational Results Regarding Predictor and Criterion Variables

Criterion Variables
Predictor
Variable
Gender

State
.110

Trait
-.102

Age

.015

-.294***

Ethnicity

.104

-.051

GPA

-.025

.058

STAAR English

1.107

.072

STAAR Algebra

-.158*

-.006

*Significant at the .05 level
***Significant at the .001 level
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Testing of Hypotheses
HO1: There is no statistically significant relationship between selected
demographic factors (gender age and ethnicity) and the state anxiety
scores among student athletes.
Presented in Table 6, were the simultaneous multiple regression results pertaining to the
predictable relationship between demographic factors of gender, age, ethnicity and the state
anxiety scores among student-athletes. The multiple regression model yielded a multiple
correlation R of .134. The demographic factors gender, age, and ethnicity collectively
accounted for 1.8 percent (Adjusted= .1%) of the variance in state anxiety scores.
A linear relationship was not found to exist between the three demographic factors
(gender, age, and ethnicity) and the state anxiety scores among student-athletes (F(3,174)=
1.053, P >.05). In addition, the variables, gender (t (174) =1.119, P >.05), age
(t (174) =-.358) and ethnicity (t (174) =.989, P >.05) were found not to be independent
predictors of the state anxiety scores among student athletes. Therefore, hypothesis one was
not rejected.
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Table 6
Simultaneous Multiple Regression Results Pertaining to the Relationship
Between Demographic Factors and State Anxiety
Model

B

SE

Beta

t

P

(Constant)

30.780

1.701

Gender

.164

.147

.092

1.119

.265

Age

-.039

.109

-.028

-.358

.721

Ethnicity

.112

.113

.079

.989

.324

Note: R=.134; R Square=.018; Adjusted R Square =.001; F=1.053; df=3,174; P=.371
HO2: There is no statistically significant relationship between selected
demographic factors (gender, age, and ethnicity) and that rate anxiety scores
among student-athletes.
The simultaneous multiple regression technique was calculated to determine the
predictable relationship between the demographic factors of gender, age, ethnicity, and a trait
anxiety scores among student-athletes. The multiple regressions model resulted in a multiple
correlation (R) of .295. The three demographic factors (gender, age, and ethnicity) combined
were found to explain 8.7 percent (Adjusted = 7. 1%) of the variance in the trait anxiety
scores.
A statistically significant relationship was found to exist between selected demographic
factors (gender, age, and ethnicity) and the trait anxiety scores (F (3, 174) = 5.534, P < .001).
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Moreover, when the gender and ethnicity were controlled, age was found to contribute
significantly to the trait anxiety scores among student-athletes. ( t(17) = -3.816, P < .001). The
squared, semi-partial correlation for age as a predictor of trait anxiety scores was -.276; thus, age
uniquely predicted about 7.6 other variants in trade anxiety. The variables gender (t (174) =-.300,
P >.05) and ethnicity (t(174) = .809, P >.05) were not independent predictors of the trait anxiety
scores of student-athletes. Consequently, hypothesis two was rejected.
Table 7
Simultaneous Multiple Regression Results Pertaining to the Relationship
Between Demographic Factors and Trait Anxiety
Model

B

SE

Beta

t

(Constant)

98.764

14.786

Gender

-.382

Age
Ethnicity

P

1.274

-.024

-.300

-.764

-3.624

.950

-.291

-3.816

.000***

.239

.984

.019

.242

.809

Note: R=.295; R Square = .087; Adjusted R Square =.071; F=5.534; df=3,174;
P=.001***
***Significant at the .001 level
HO3: There is no statistically significant relationship between academic factors
(grade point average, STAAR English I test scores, and STAAR Algebra I
test scores) and the state anxiety scores among student-athletes.
Reported in Table 8, were the simultaneous multiple regression findings regarding the
predictable relationship between the academic factors of grade point average, STAAR English
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I test scores, STAAR Algebra I test scores, and the state anxiety scores among student-athletes.
The multiple regression model yielded a multiple correlation coefficient
(R) of .172. The three academic factors of grade point average, STAAR English I test
(S) scores, and STAAR Algebra I test scores together accounted for 3 percent
(Adjusted = 1.3%) of the variance in state anxiety scores.
A significant linear relationship was not found to exist between the academic factors
of grade point average, STAAR English I test scores, STAAR Algebra I test scores, and
the state anxiety scores among student-athletes (F (3,174) =1.766, P >.05). In addition,
the variables GPA (t (174) =-357, P >.05), STAAR English I ( t (174) = -.780, P>.05),
and STAAR Algebra I (t (174) =-1.791, P >.05) were found not to be independent
predictors of the state anxiety scores among student-athletes. Thus, hypothesis three was
accepted.
Table 8
Simultaneous Multiple Regression Results Pertaining to the Relationship
Between Academic Factors and State Anxiety
Model

B

SE

Beta

t

P

(Constant)

42.339

5.239

GPA

-.052

.144

-.027

-.357

.721

STAAR English

-.001

.001

-.061

-.780

.436

STAAR Algebra

-.002

.001

-.141

-1.791

.075

Note: R =.172; R Square=.030; Adjusted R Square.013; F = 1.766; df=3,174; P=.155
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HO4: There is no statistically significant relationship between academic factors
(grade point average, STAAR English I test scores and STAAR Algebra I
test scores) and the trait anxiety scores among student-athletes.
Shown in Table 9, were the Simultaneous Multiple Regression results pertaining to the
predictable relationship between selected academic factors (grade point average, STAAR
English I test scores, and STAAR Algebra I scores) and the trait anxiety scores among
student-athletes. As reported in this table, the multiple regression model yielded a multiple
correlation (R) of .093. The academic factors (grade point average, STAAR English I test
scores and STAAR Algebra I test scores) collectively accounted for .9 percent (Adjusted
=.00%) of the variance in trait anxiety scores.
A statistically significant linear relationship was not found to exist between the three
anxiety factors (grade point average, STAAR English I test scores and STAAR Algebra I
test scores) and the trait anxiety scores among student-athletes. (F (3, 174) =
.502, P > .05). Furthermore, the predictor variable GPA (t (174) = .671, P>.05), STAAR
English (t (174) =.956, P >.05), and STAAR Algebra (t (174) =-.336), P >.05) were found
not to be independent predictors of trait anxiety scores among student-athletes.
Accordingly, hypothesis four was accepted.
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Table 9
Simultaneous Multiple Regression Results Pertaining to the Relationship
Between Academic Factors and Trait Anxiety
Model

B

SE

Beta

t

P

(Constant)

25.459

47.754

GPA

.881

1.314

.051

.671

.503

STAAR English

.008

.009

.076

.956

.341

STAAR Algebra

-.004

.012

-.027

-.336

.738

Note: R =.093; R Square=.009; Adjusted R Square.000; F = .502; df=3,174; P=.681
Summary of Hypotheses Tested
Four statistical hypotheses were tested in this study. All four hypotheses were tested
for the relationship and predictive power of selected demographic and academic factors
related with the state and trait anxiety behavioral scores of student-athletes.
Hypothesis two was the only hypothesis found to be significant.
Relative to statistical hypothesis one, the demographic predictor variables gender, age,
and ethnicity were found not be statistically related to the state anxiety scores of studentathletes; however, these demographic factors (hypothesis two) were found to be linearly
related to the trait anxiety scores among student-athletes. The demographic factor, age, was
found to be an independent predictor of trait anxiety scores.
Furthermore, regarding hypothesis three, the academic predictor variables grade point
average, STAAR English I test one scores, and STAAR Algebra I test one scores were found
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not to be related to the state anxiety scores. Finally, pertaining to hypothesis four, the above
three academic predictors were also found not to be statistically related to trait anxiety scores
of student-athletes (See Table 10).
Table 10
Summary of All Hypotheses Tested
Statistical
Hypotheses

R

R2

F

df

Conclusion

HO1

.134

.018

1.0853

3,174

Non-Significant

HO2

.295

.087

5.534

3,174

Significant

HO3

.172

.030

1.766

3,174

Non-significant

HO4

.093

.009

.502

3,174

Non-Significant

Note: R =.172; R Square=.030; Adjusted R Square.013; F = 1.766; df=3,174; P=.15
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CHAPTER 5
SUMMARY, FINDINGS, DISCUSSION, CONCLUSIONS, IMPLICATIONS AND
RECOMMENDATIONS
Summary
The purpose of this investigation was to determine the predictable relationship between
selected demographic factors, academic factors, and the state and trait anxiety scores among
student-athletes. Specifically, this empirical investigation was concerned with the
predictability of the state and trait anxiety scores among student-athletes employing the
following predictor variables: 1) gender; 2) age; 3) ethnicity; 4) grade point average, STAAR
English I test scores, and STAAR Algebra I test scores.
A correlation (regression) research design was utilized in the current investigation. One
hundred seventy-eight (178) student-athletes attending a sports science Charter School were
selected to participate in this investigation. Two instruments entitled the “Demographic
Profile Sheet” and the “State-Trait Anxiety Inventory” were used by the researchers to collect
the data. The State-Trait inventory was found to have excellent construct and concurrent
validity. In addition, the State-Trait Inventory had internal consistency reliability coefficients
ranging from .712 to .897.
Finally, the data was tested using the Simultaneous Multiple Regression procedure in
conjunction with the Multiple Correlation and the Point-Biserial Correlation technique. The
following statistical hypotheses were formulated and tested in this investigation.
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HO1: There is no statistically significant relationship between selected
demographic factors (gender, age, and ethnicity) and the state anxiety scores
among student-athletes.
HO2: There is no statistically significant relationship between selected
demographic factors (gender, age, and ethnicity) and the trait anxiety scores
among student-athletes.
HO3: There is no-statistically significant relationship between selected academic
factor (grade point average, STAAR English I test scores, and STAAR
Algebra I test scores) and the state anxiety scores among student-athletes.
HO4: There is no statistically significant relationship between selected academic
factors (grade point average, STAAR English I test scores, and STAAR
Algebra I test scores) and the trait anxiety scores among student-athlete.
Findings
The following findings were observed from the results of the study:
1. A statistically significant linear relationship was not found between the
demographic factors gender, age, ethnicity, and the state anxiety scores among
student-athletes.
2. The variables gender, age and ethnicity were not independent predictors of the
sate anxiety scores among student-athletes
3. A linear predictable relationship was found between the demographic factors
gender, age, ethnicity and the trait anxiety scores among student-athletes.
4. Age of the student-athletes was independently related to the trait anxiety
scores among student-athletes.
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5. Academic related factors of grade point average, STAAR English I test
scores, and STAAR Algebra I test scores were not significantly related to the
state anxiety scores among student-athletes.
6. The academic factors of grade point average, STAAR English I test scores,
and STAAR Algebra I test scores were not independent predictors of state
anxiety scores among student-athletes.
7. No statistically significant linear relationship was found between the
academic factors of grade point average, STAAR English I test scores,
STAAR Algebra I test scores, and the trait anxiety scores among studentathletes.
8. The academic factors of grade point average, STAAR English I test scores
and STAAR Algebra I test scores did not contribute independently to the trait
anxiety scores among student-athletes.
Discussion
Perhaps the most significant results of the current study were the predictable
relationships found between demographic factors and trait anxiety scores among studentathletes. To be sure, the demographic factors of gender, age, and ethnicity were found to be
significantly, linearly related to the trait anxiety scores of student-athletes. These findings
were favorable to those of Ashdown-Franks et al. (2017), Demir, (2000), Dawkin (2006),
Asnaani et al. (2010). Each these researchers found that demographic factors did contribute
significantly to the anxiety scores among-students.
Moreover, the age variable was found to be an independent predictor of the trait anxiety
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scores among student-athletes. These results are supported in research conducted by Ghiami
et al (2015), Asdown-Frank et al. (2017) and Demir, et al. (2000). The above researchers
found that the age variable was independently related to anxiety scores of student-athletes.
It is interesting to note that even though age was found to be an independent predictor of
anxiety, it was negatively correlated with this construct. A plausible explanation for these
results may be that as student-athletes mature in age, the negative thoughts they have
developed about certain situations tend to decrease. This allows them to appraise situations
better, for the purpose of adjusting psychologically and emotionally to various events within
their environments (Patel et al, 2015).
Another notable result of the present study was the lack of predictive power that the
demographic factors of gender, age, and ethnicity had toward state anxiety scores among
student-athletes. These results were not consistent with those of Ashdown-Franks et al.
(2017), Ghiami et al. (2015), Hoover et al. (2017) and Dawkins et al. (2006).
Research conducted by the aforementioned researchers revealed that the demographic factors
of gender, age, and ethnicity were found to be linearly related— as well as independent
predictors of anxiety scores among student-athletes. A reasonable explanation for these results
may be that regardless of their demographic characteristics, as a group, student-athletes seem
to be more emotionally equipped to handle and confront immediate, stressful situations which
may occur daily.
Furthermore, another notable finding of the present investigation was the lack of the
predictable relationship between academic factors and the state and trait anxiety scores
among student-athletes. More specifically, the academic factors of grade point average,
STAAR English I test scores, and STAAR Algebra I test scores were found not
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to be linearly, or independently, related to state and trait anxiety scores. These findings were
not supported by the works of Knifssend and Graham (2011), Jordan (2000), Broh (2002), Au
(2009), Federicks and Eccles (2006), Harman (20008), Duffy et al. (2008), Guzenhauser
(2003), and Contrary and Horn (2003). The aforementioned researchers found that academic
factors, such as grade point average and standardized examinations, were linearly related to
anxiety scores among student-athletes.
A subjective explanation for these results pertaining to the influence that academic
factors have on the anxiety scores among student-athletes, may be that they are better
prepared from an academic standpoint, than students who do not participate in sports.
Because of their overall academic preparedness, the degree of anxiety among student-athletes
seems not be a serious issue.
Conclusions
The following conclusions were drawn from the results of this study:
1. In general, it appeared that any regression model developed to predict the state
anxiety scores among student-athletes should not include the demographic factors
of gender, age, and ethnicity.
2. It appeared that every one-year increase in the age of student-athletes, there was a
3.62 point decrease in their trait anxiety scores.
3. A regression model to predict the trait anxiety scores among student-athletes
should include demographic factors such as gender, age, and ethnicity.
4. It appeared that any attempt to develop a regression model to predict with a large
degree of accuracy the state anxiety scores among student-athletes should not
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include academic factors such as grade point average, STAAR English I test
scores, and STAAR Algebra I test scores.
5. Finally, the academic variables grade point average, STAAR English I test scores,
and STAAR Algebra I test scores had no predictive power with regards to the trait
anxiety scores among student-athletes.
Implications
The following implications were drawn from the results of this empirical
investigation:
1. The significant impact of demographic factors on the trait anxiety scores
among student-athletes suggest that school administrators, teachers, and staff
members must be aware of this relationship. An understanding of how these
variables are statistically and theoretically connected will provide the proper
authorities who are housed on public and private school campuses with the
necessary intervention strategies to conduct this mental disorder within this
population of students.
2. The academic factors, and their influence on the state and trait anxiety scores
among student-athletes, suggest that school administrators—particularly
those responsible for meeting the mental health needs of their students on
these campuses, should be aware of the degree of tension and fear these
factors tend to create. It is imperative that all school personnel, professional
or non-professional, understand the significant associations between
academic factors and the state and trait anxiety scores among both the
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student-athletes and the non-student athletes.
3. Finally, the non-significant relationship between the demographic factors
and the state anxiety scores among student-athletes should be further
examined by public and private school officials. An awareness of the
disconnection between demographic factors and state anxiety will provide
school officials with vital information in their attempts to develop and
implement a monitoring system to identify anxiety symptoms among
student-athletes on those campuses.
Recommendations for Further Research
The following recommendations are offered for future research. Thus, it is
recommended that:
1. A study should be conducted to examine the differences in the mental
disorders among student-athletes and non-student athletes;
2. A study should be conducted to further examine the impact of selected
academic factors on the mental disorders of student-athletes;
3. A study should be conducted to investigate the various components of state
and trait anxiety among student-athletes across sport activities; and
4. Finally, a follow-up study be conducted which will include high school
students from various geographical locations in the United States. Such a
study, if conducted, would provide additional data to better understand those
demographic and academic factors which produce the most predictive power
with regards to explaining the anxiety behavior of student-athletes and non-
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student athletes.
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APPENDIX A

DEMOGRAPHIC PROFILE SHEET
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Demographic Profile Sheet
Directions: Shade the circle

that corresponds to your answer.

1.

Gender

Female

2.

Age

12 or less

3.

Ethnicity

African American

13 years

Hispanic American

Supply the information below:
Grade Point Average (GPA)
STAAR English I Score.
STAAR Algebra I Score.
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Male

14 years

15 years

White American

APPENDIX B
STATE-TRAIT ANXIETY INVENTORY FOR CHILDREN (STAIC)
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APPENDIX C
PERMISSION TO USE INSTRUMENT
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